Introduction
Much concern is expressed about the return on investment of research in education. Pring (2000) refers to investments to the tune of approximately $1 billion in the United States and approximately £100 million in the United Kingdom, but many believe that this money is not well spent. The criticisms are primarily based on the following:
• Research not providing answers to questions of importance to government.
• Research not helping professional practice.
• Research being fragmented -bits and pieces on the same issue, different philosophical underpinnings.
• Research being highly political, driven at overt and covert levels, and 'political' with a small 'p' and a big 'P' (Pring 2000:1) . Burkhardt and Schoenfeld (2003) share Pring's concern about the usefulness of educational research as it pertains to providing practitioners and policy makers with better-informed and less speculative information for decision-making for practice. They refer to the U.S. Department of Education's Strategic Plan for 2002 and 2007 (2002) , which insists on educational policies and practices being more evidence driven. Focussing on science and mathematics education, Yore and Lerman (2008) refer to the state of maturity reached by these disciplines, which does allow for the plethora of research results to be subjected to systematic reviews as is, for example, done in nursing education (Bowman 2007) to inform policy and practice. It is our contention that the design of a degree programme for the initial professional education of teachers for the foundation phase (Grades R-3) should also be evidenced based. A systematic review is a mechanism to gather best evidence to inform such programme design.
Systematic reviews
A systematic review is an investigation of the findings related to studies in an area of interest (Bowman 2007; Pawson 2004) . It seeks to identify, evaluate, and summarise the findings of all relevant individual studies (Centre for Reviews and Dissemination (CRD) 2009). A systematic review is driven by a review question. It analyses the results forthcoming from research by assessing whether the results were obtained by credible and appropriate methods. In addition to
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providing policy makers, decision makers and practitioners with the best available evidence emanating from research, systematic reviews are also conducted to, amongst other things, create new knowledge and theory building related to the topic under scrutiny, produce 'midrange' theory dealing with inconsistencies and variability in studies and facilitate the accessibility of best evidence to researchers.
A systematic review is not a conventional background literature review which normally seeks for results pertaining to forthcoming research, highlights the theoretical and/or conceptual frameworks and suggests how the study that is being embarked upon can benefit or not benefit from the insights emanating from the extant literature. Nor is it a re-analysis of the original data used in a particular study. Finally, a systematic review is not the organisation of a set of studies, conducted in a domain over a period of time either appearing in one particular journal (e.g. Lerman, Xu & Tsatsaroni 2002) or for a specific location (Rolnick, Adler & Setati 2009 ), according to a pre-specified template. Such studies are often presented as systematic reviews but they do not assess the results of the studies, evaluate methodological appropriateness or consider the appropriateness of the underlying theoretical stance of the studies included in their corpus. Jablonka (2009), for example, brings to the fore that although the exemplar study used by Lerman et al. (2002) claimed to be ethnomethodological in orientation and was accepted as such by the review authors, there is little evidence in the exemplar study that the tenets of ethnomethodology were adhered to. The special issue of the African Journal of Mathematics, Science and Technology, sponsored by the Marang Centre of the University of Witwatersrand, similarly lays claim to having conducted a systematic review, but there is very little evidence of a systematic review question, assessment of results, methodological evaluation or consideration of the appropriateness of underlying theoretical frameworks. These kinds of reviews serve to systematically organise studies to provide some report card on who does what and the current status of things. Despite their not being systematic reviews, they do provide useful information for researchers.
As is obvious from the above, a systematic review is therefore conducted in some procedural manner. The procedural steps and its application for this study are discussed in the next section.
Methodology
As mentioned above, a systematic review is driven by a review question or interrogative statement. More broadly, a systematic review commences with a systematic review protocol which, in addition to declaring the review question, also contains modalities such as the time period of the studies to be selected, inclusion and exclusion criteria to be employed, the methods to be followed, the kinds (qualitative or quantitative or both) of studies to be included and the review participants. For this study, an initial review protocol was developed and after consideration by the systematic review group, it was distributed to project members of the Cape Foundation Phase Research Programme at Rhodes University, Walter Sisulu University, the Nelson Mandela Metropolitan University and a member of the teacher education section of the Department of Higher Education and Training (South Africa) for comments on clarity and suggestions for improvement. Recommendations were received from only one of these requestees and these were included in the systematic review protocol which is presented in Appendix 1. The review question for this systematic review is given as 'What do quality research studies identify as the components/ characteristics of quality teacher education for foundation phase programmes that allow new teachers to begin to teach for epistemological access?'
Normally, the systematic review process is based on a fourstage process with the first stage being the identification of potential studies. This is followed by the second stage which entails the application of the inclusion and exclusion criteria pertinent to the review. The third stage is the characterisation and the final stage is the in-depth review process (Cordingley et al. 2003) .
For the first stage, it is recommended that:
it is necessary to check whether there are already existing or ongoing reviews, and whether a new review is justified. It starts with the search for conducting systematic reviews of the topic under scrutiny. (CRD 2009:3) For this study, an initial search was conducted to ascertain whether or not any systematic reviews on educational programmes relating to foundation phase for initial teacher education were conducted covering research studies published between 1980 and 2011. For our purposes, we label this search for completed systematic reviews on a topic as Stage 0. Our Stage 0 is a quasi 'tertiary' review which is defined as:
a systematic review where the included studies are themselves systematic reviews. The tertiary review fulfils two purposes: it presents the substantive findings of the identified systematic reviews and it explores their methodological quality. (Torgerson 2007:287) To start the process, a research team consisting of seven members attended a presentation by the primary reviewer on what a systematic review is and how systematic reviews are done. Following this, an advance search on Google and Google Scholar, and other online library databases were done to ascertain whether or not there were any systematic reviews done in the period between 1980 and 2011 relating to our research question. This search (Stage 0) was conducted in April 2011 using the following keywords (search phrases):
• Systematic review + teacher education programmes + 1980-2011.
• Systematic review + education programmes + pre-service and in-service teaching.
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• Systematic review + teacher education programmes + primary education.
• Systematic review + teacher education programmes + South African primary schools.
• Systematic review + teacher education programmes + elementary schools.
• Systematic reviews + teacher training programmes + primary schools.
• Systematic review + teacher training programmes + foundation phase schooling.
It should be noted that other concepts were also used interchangeably, such as 'INSET', 'teacher training', 'education' and 'primary school'. Both the American and British spellings of the word 'programmes' were used in the search.
From this initial search for systematic reviews, we got 2895 hits. What we discovered was that most of these systematic reviews were related to the fields of medicine and health.
Only 19 hits were related to the field of education. Of the 19 publications, 13 were international publications, 2 crossnational and only four studies were related to the South African context.
For systematic reviews, the assessment and evaluation of identified studies is driven by an appraisal template. An appraisal template (Appendix 2) was designed by the University of the Western Cape (UWC) project members. It was inspired by a checklist suggested by the CRD (2009:4) and was used to appraise the 19 publications in terms of whether or not they were systematic reviews, whether they spoke directly to the research question or whether they should be banked for later use in this research process. The 19 publications (Appendix 3) were divided amongst the UWC project members (the reviewers). Two reviewers reviewed the same publication in order to eliminate personal biases. From the review process, seven publications were rejected since these were either opinion pieces or reports based on literature reviews and not systematic reviews. A further nine also fell into this category (they were not systematic reviews) but these were banked for possible usefulness to the foundation phase research project. A screening of the publications of the remaining three publications indicated that they were not as specific with respect to Grades R-3 as specified in the review question. However, two of them dealt with more generic issues related to teacher education and one focussed on early childhood development programmes.
The three publications that were deemed useful systematic reviews and that were accepted for conducting the Stage 0 appraisal were Evans, Harden and Thomas (2004) , Nordenbo et al. (2008) and Chambers et al. (2010) . Figure 1 diagrammatically presents the process followed to arrive at the three systematic studies.
Before commenting on whether or not these publications could be used to inform the design and development of an initial professional teacher education programme for the foundation phase, an elucidation of the review question of each publication is given. All three systematic reviews had clearly defined review questions. The focus is on:
What is known about the effectiveness of different strategies currently advocated for supporting children with emotional and behavioural difficulties. (Evans et al. 2004:2) The review question for the systematic review conducted by Nordenbo et al. (2008) was: 'Which dimensions of teachers' manifest competencies could contribute to pupil achievement?' The focus is on 'manifest competence' (competencies which are manifested during the execution of professional activity) and not 'formal competence' (competencies acquired during formal education and training). Chambers et al. (2010) reviewed early childhood education programmes, and their focus was on the effectiveness of these programmes.
An initial assessment of the three systematic reviews was done to ascertain whether they could inform an initial professional teacher education programme for the foundation phase. Each publication was reviewed by two members of the team, both reviewing and reporting on how these publications were of use to our particular project (an example of a review report by a team member is given in General search for systemaƟc review using keywords from research quesƟons n = 2895
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Relating to health and medical field n = 2876 Appendix 4). Each of the systematic reviews was appraised using the criteria for critically appraising systematic reviews. This appraisal process formed part of the initial Stage 0 template (Appendix 2). Two of these reviews met all eight criteria. Nordenbo et al. (2008) only met seven of the eight required criteria. In the next section, a summary and the results of the three selected systematic reviews for Stage 0 are presented. Table 1 summarises the three systematic review studies that were found relevant for the pursuit of the review question.
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Findings
The quality of the selected systematic reviews
The assessment of the quality of the studies included is a crucial part of the systematic review process. For the CRD (2009), the quality assessment of studies is the key:
to assess the risk of bias in included studies caused by inadequacies in the study design, conduct or analyses that may have led to the treatment effect being over or underestimated. (p. 44)
An assessment tool adapted from the tool used by the CRD (2009) and Torgerson (2007) was used to assess the three systematic reviews. Table 2 presents the outcomes of the application of the tool. It is clear from Table 2 that the three systematic review studies comply with the quality criteria for systematic reviews.
Findings of relevance for programme design
An analysis of the three included systematic reviews indicates that none of these reviews directly addressed the programme design. Each of them, however, contains elements which could be considered when designing a programme. Evans et al. (2004) focus on classroom-based research. Their empirical field is learners between the ages of 6 and 9, which fall within the scope of this project. They found that effective strategies for supporting young children (aged between 6 and 9 years) with EBD include a system of rewards such as:
Teachers [using] visual aids such as graphs or symbols (e.g., smiley faces, red ribbons) to show children how well they were progressing towards receiving a reward. (Evans et al. 2004:6) 1975-1999 1998-2007 1960-2010 Languages of publication of studies used
Used mostly English publications English (64) Spanish (1) Portuguese (1) German (1) Chinese (1) Danish (2) English (40) Countries involved in studies United Kingdom (4), United States (18), Other European countries, Australia, Canada (6) United States (34) Great Britain (10) Germany or German-speaking countries (4) Nordic countries (5) Other European countries (9) Australia, New Zealand, Canada (7) Other countries (7) All countries were included as long as the studies were in English Source: Authors' own work Although this finding relates to special education needs of learners in mainstream schools, it is more likely than not that, when prospective foundation phase teachers enter the profession, they will be confronted with learners displaying disruptive behaviours and hence a component of their preservice programme should include training on dealing with learners and on systems of rewards for any form of progress they make towards shared goals. Nordenbo et al. (2008) focus is on 'which dimensions of teachers' manifest competencies' could contribute to pupil achievement. They concluded that 'three competences contribute to learning in children ' (2008:73) . These three competences are relational competencies (the teacher possesses the competence to enter into social relations with respect to the individual pupil), rule management competencies (the relation to the whole class, encouraging pupils to establish and maintain classroom rules -the teachers' role is that of a visible leader) and didactic competencies (in relation to the context of teaching, the teacher possesses the competence in the teaching and learning process in a general sense and in individual subjects taught). They suggest that the strong evidence emanating from the systematic review points in the direction:
that teacher training should focus on the development of these three basic competences and that all other details of teacher training should be able to be associated organically with one or more of these competences. (Nordenbo et al. 2008:74) Chambers et al. (2010) , who evaluated the effectiveness of early childhood education programmes, however, place emphasis on:
whether particular programmes produce positive outcomes and whether elements of these programmes contribute to effectiveness. (p. 2)
Their focus was on 'programs for young children who are at risk of school failure due to poverty' (2010:3) and on 'academic and cognitive outcomes ' (2010:6) . Six of the 28 early childhood development programmes showed strong evidence of effectiveness, especially relating to improved student outcomes. Of the six, three showed strong evidence at the end of kindergarten. These three are of particular interest for designing a foundation phase teacher education programme since they provide guidance on what can be included in such a programme in the South African context. The focus must be on Grade 1, where learners enter without a strong background of what is offered in a preschool setup. The characteristics of the three programmes which indicated strong evidence for effectiveness are a strong focus on language and literacy skills development, sequential thematic structuring of the programme, strong teacher-child relationships and encouragement of parental involvement in children's learning. The particular strong evidence of improved cognitive outcomes makes it imperative that pre-service teacher education programmes for foundation phase pay attention to skilling prospective teachers for the realisation of these features in practice.
Conclusion
A first issue which needs a response is the extent to which the review question has been answered. To recap the review question: What do quality research studies identify as the components/ characteristics of quality teacher education foundation phase programmes that allow new teachers to begin to teach for epistemological access? The paucity of research studies targeting entire programme effectiveness lead us to conclude that the question can only be partially answered. The partial answer pertains to some components of foundation phase programmes as is made clear below. With respect to teaching for epistemological access, there is less clarity, except perhaps the strong evidence of effectiveness, especially relating to improved student outcomes forthcoming from the systematic review of Chambers et al. (2010) . For systematic reviews of educational research, it is conventional to provide recommendations for different role players affected by the educational enterprise. These are those involved in practice, policy and research. The domain of practice of this study is teacher education. With respect to practice, it comes through from this tertiary review that initial teacher education programmes should take cognisance of incorporating the following features:
• the notion of goal-sharing with young children and the value of systems of rewards for any form of progress they make towards these goals • a strong focus on the development of relationship building, rule management and didactic competencies • the prioritisation of language and literacy skills development • structuring of learning programmes, both thematically and sequentially • the skills to encourage parental involvement in children's learning, both in and out of school.
With regard to research, an issue coming through strongly from this study is that there is a dearth of research on entire programmes related to initial teacher education for foundation phase teachers. There are evaluation reports, such as the HEQC reports, on programmes in their entirety. These evaluations are executed by quality assurance agencies or they are commissioned by institutions for internal quality assurance purposes. Although they can be helpful, they are however not research reports in the strict sense of research as is evident from the limited specification of the underlying methods employed and a lack of in-depth literature reviews. They seldom focus entirely on the effectiveness of programmes. However, research does exist for components such as, for example, the teaching practicum and mentoring, content and approaches to subject matter comprising programmes, and so forth. It seems that the design of a programme will benefit more if systematic reviews of these components are undertaken. This will require large systematic review teams and the necessary resourcing of such teams. If one, for example, considers the components for the Bachelor of Education (B.Ed) (foundation phase) degree being designed, for which this tertiary review was conducted, then a minimum of five systematic review teams -one each for literacy, numeracy, practice teaching, life skills and educational studies -will be needed. We recommend that such a project be embarked upon. Recommendations for policy emanating from this study are that (1) there should be insistence from approval bodies for new programmes that submissions should indicate the research evidence which was taken into account for the design of programmes and (2) a similar insistence should be exercised for programme quality assurance. Such insistence will contribute towards the design of quality programmes and reviewing of existing programmes, since they will be driven by the best available research evidence.
Objective
The objective of the review is to systematically search for, identify, locate and narratively synthesise high-quality evidence that can inform us about the effectiveness of programme modalities for graduating beginner teachers for the foundation phase equipped to engage in quality teaching.
Rationale for review / background
This systematic review is part of a research and development project by a consortium consisting of the Walter Sisulu University (WSU), University of the Western Cape (UWC), Rhodes University (RU) and the Nelson Mandela Metropolitan University (NMMU). Broadly, the aims of the research and development project are research which will inform the delivery and the design of foundation phase teacher education programmes. This systematic review is concerned with the latter.
Review question
What do quality research studies identify as the components/ characteristics of quality teacher education foundation phase programmes that allow new teachers to begin to teach for epistemological access?
Method
The methods of the review are informed by both the metaanalysis of quantitative studies and meta-synthesis of qualitative studies. The types of studies included are those that adequately address the review objective. The focus will be on research results from quality studies. The sources to be used are academic journals, conference proceedings, evaluation reports and hard-to-locate 'grey' literature such as unpublished theses. The review will access studies over the range of subjects taught in the foundation phase and focus on both initial teacher education and continuous professional development programmes.
Given an initial assumption that there will be few studies dealing with the review objective, the period will be 1980 to 2010.
Studies reporting results on both holistic programme design and subsets such as the results from research on specific components or subjects of foundation phase programme and their effects will be included.
Appraisal for inclusion of studies will be template driven with a negotiated agreed template developed by the systematic UWC review team and circulated to members of the consortium for possible revision and comprehensiveness. The proposed codes of the template for appraisal will be mined from existing systematic reviews and will be particularised for the review.
Relevant data from the included studies will initially be country, setting, aims and objectives, research design, participants, inclusion criteria, interventions and control or comparison conditions and results.
In order to ensure quality assurance, the procedures of independent double screening for data extraction, quality appraisal and extraction of outcomes will be undertaken.
Procedures to internally and externally assure the quality of each stage of the review will be set up.
Appropriate software will be used to organise and manage the titles, abstracts and bibliographic details of the sources retrieved through the searches.
Where deemed appropriate the Evidence for Policy and Practice Information (EPPI) of the Institute of Education, University of London will be approached for use of software for data extraction and coding tools for education studies. 
